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ABSTRACT

Beth A. Lawrence
MOTIVATING ELEMENTARY SCHOOL STUDENTS IN LITERACY:
A STUDY ON DISCUSSION GROUPS
2003/2004
Dr. Robin McBee
Master of Science in Teaching
The focus of this research proposal was literacy motivation for students in elementary
school. The researcher hypothesized that students who took part in a discussion group,
which is a motivational technique used in literacy, would perform better on a
comprehension test and had a higher level of motivation to read than students who did
not participate in discussion groups. The proposed method included taking a stratified
random sample of 6 second grade students that participated in discussion groups daily for
two weeks. All students were required to keep a reading log of the books that they read
in school and the amount of time that they read in school for 2 months. After a 2 week
period, all students were given a comprehension quiz and small writing assignment. The
data was analyzed by comparing the treatment group and control group, finding that the
literature discussion group, especially male students, seemed to be motivated to read
more.
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Chapter 1: Introduction
Motivation has become more of a prevalent issue in the lives of elementary classroom
teachers in the last half century. Infants and young children appear to be motivated by
curiosity and driven by an intense need to explore (Lumsden, 1994), but as children grow,
their passion for learning begins to fade. More than one in four students leaves school before
graduating (Lumsden, 1994) and many more are physically present in the classroom, but
most seem to be mentally absent. Students do not seem to be motivated to do school work,
and they do not seem to be responding to some teachers' attempts to motivate and teach. The
effectiveness of strategy instruction with students who are reluctant to commit time and
energy to learning is often limited (Hock, 1997). Unfortunately, as children grow, their
passion for learning frequently seems to shrink. Learning often becomes associated with
drudgery instead of delight (Lumsden, 1994).
Alarmingly, the area of literacy has become an especially difficult subject area for
teachers to motivate students. Nearly 70% of inner city fourth graders are unable to read at a
basic level on national reading tests, while nearly a third of college freshmen find that they
must take a remedial English course before they are able to even begin regular college level
courses (No Child Left Behind Act, 2002). These results are becoming more of a concern to
educators everywhere.
Literacy motivation is an important aspect of school today, as it has been for a long
time. All students need to learn how to read and be literate citizens to fully function in
society. All teachers, in one way or another, deal with student literacy, whether they teach
English, math, science, or various other subjects. If students are not literate, it hinders their
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futures and they are only hurting themselves in the long run. How, then, can teachers
motivate and inspire their students in the area of literacy?
There has been some research done in the area of literacy motivation, but there has
not been a lot of solid evidence due to the fact that motivation is a difficult part of a student's
psyche to measure. It is vague and hard to define for each student. It is a challenge for
teachers and researchers to work together to try to figure out what factors may motivate
students.
The studies that have focused on literacy motivation have attempted to define and
measure motivation, and they have been helpful in guiding my research. Even if the studies
only measure a small sample of a population, this information and the data gained will help
to contribute to the research of motivation on literacy.
Researchers need to focus on whether students' motivation levels and their teachers'
teaching methods may be somehow related. More specifically, this study hypothesizes that
students who take part in a discussion group, which is a motivational technique used in
literacy, will perform better on a comprehension test and will be motivated to read more than
students who have not participated in discussion groups.
There is a definite need for a study about motivation and literacy. First, students
must be literate to live a full and productive life. In thinking about everyday life, people need
to be able to read traffic signs, newspapers, books, magazines, recipes to cook or bake,
memos or instructions on the job, medication instructions, danger or safety signs, and in
many other instances during the course of a day.
Second, motivating students in the area of literacy is a real life problem that current
teachers are coming across, and it is something that all beginning teachers will have to deal
with at one point or another in their careers. As mentioned before, reading is used in
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basically every class in school and students need to know how to read in order to perform the
work in a class.
Third, reading and writing abilities improve the quality of life. Through classic
literature, current newspapers, magazines, books, comics, or the World Wide Web, people
often read for enjoyment. Reading can open people's minds to new ideas, keep them out of
unsafe situations, entertain them with fantastic stories, persuade them to change something,
or help them to learn new things.
Fourth, new legislation requires that all students be literate by 3rd grade. George W.
Bush presented the No Child Left Behind Act and Congress passed it on January 8, 2002. A
major section of this act started the "Reading First" initiative, which implements
scientifically based reading instruction programs in the early grades (No Child Left Behind
Act, 2002). The No Child Left Behind Act places strong sanctions on schools based on
student performances on literacy tests. This initiative will have a major impact on schools
nationwide because there is a push to make all students literate by the end of 3rd grade. Based
on this current legislation, literacy is still a popular and important topic for everyone to be
concerned about.
To clarify what is meant by motivation, the word is "derived from the Latin to move
(movere) and refers to the moving force that energizes behavior" (Westen, 1999). Intrinsic
motivation can be defined as "the enjoyment of, and interest in, an activity for its own sake
rather than for some kind of external (extrinsic) reward." (Westen, 1999). Students who use
extrinsic motivators do so "in order to obtain some reward or avoid some punishment
external to the activity itself' such as grades, stickers, or teacher approval (Lumsden, 1994).
Literacy activities include any activity that involves reading, writing, or activities related to
reading or writing. Some examples may include responding to a story, acting out a story,
writing a creative story or poem, choral reading, and buddy reading. Locus of control is
3

defined as a generalized expectation that a person holds about whether or not his or her own
behavior can bring about the outcomes he or she seeks. Finally, people who have an internal
locus of control believe that they are the masters of their own fate (Weston, 1999).
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Chapter 2: Review of Literature
As mentioned before, motivating students has become more of a problem in recent
years. A trait of motivation is to believe that learning is an enduring disposition to strive for
content knowledge and skill mastery in learning situations (Brophy, 1987). As you can see,
motivation is not easy to define and it can come in many different forms for every different
student. To break motivation down even further, there is intrinsic motivation and extrinsic
motivation. Intrinsic motivation can be defined as the enjoyment of, and interest in, an
activity for its own sake rather than for some kind of external reward (Westen, 1999). An
example of an intrinsic motivator may be a feeling of ajob well done. Teachers can design
lesson plans and activities to foster intrinsic motivation by intriguing students on a level of
natural curiosity or allowing them choice in an activity. If students feel like they have some
choice in an activity, it may spark an intrinsic motivation to learn. Extrinsic motivation can
be defined as something done in order to obtain some reward or avoid some punishment
external to the activity itself (Dalton & Watson, 1997). An example of extrinsic motivators
may be stickers, gold stars, blue ribbons, demerits, names on the board, and Fs.
In Brophy's 1987 synthesis of motivating strategies, he talks about Feather's (1982)
expectancy x-value theory. This states that the effort people will expend on a task is a
product of (1) the degree to which they expect to be able to perform the task successfully if
they apply themselves and (2) the degree to which they value participation in the task itself or
the benefits or rewards that successful task completion will bring to them. This is an
important concept to understand because it explains even more about how students may be
intrinsically motivated.
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In the same way, students can be extrinsically motivated. Most educators would
agree that a student relying on extrinsic motivation is not a good idea, but extrinsic
motivation is better than no motivation at all. Extrinsic rewards can be exhausted easily (the
student may not want to work for the extrinsic motivator anymore) and can be costly for the
teacher. In the end, it doesn't necessarily help the student to use a totally extrinsic reward
because in life, there are not always extrinsic motivators. Most teachers try to incorporate a
balance of intrinsic and extrinsic motivators into their classrooms to try to encourage students
to develop an inner drive to learn.
Vygotsky's social learning theory (1978), emphasized that learning occurs most
effectively when learners talk with others, especially those who know more about what is
being learned than the learner. Research as found that motivation is stimulated most directly
through modeling, communication of expectations, direct instruction, and socialization by
significant others (especially parents and teachers) (Brophy, 1987). To capture student
motivation, the effective teacher must reveal as many different appeals as possible in any
given lesson (Rinne, 1998).
There has been an enormous interest in beginning reading during the past half
century, stimulated in part by the recognition that there are important links between literacy
development in the elementary years and later academic, economic, and socio-emotional
development (National Commission of Excellence in Education, 1983).
The idea has strongly continued up until today. Most recently, President George
Bush presented and Congress passed the No Child Left Behind Act on January 8, 2002,
which states that all students need to be able to read by 3rd.grade. This proves that there is a
solid interest in beginning reading and no one is going to forget about it soon. It's an
important aspect, arguably the most important aspect, of any student and future citizen's life.
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Students' motivation to read has definitely dipped to an all time low. When students
first start school and are just learning to read, they seem to be motivated to read a variety of
books and materials. As they progress through school, their motivation to read seems to
decline. For example, McKenna, Ellsworth, and Kear (1995) asked students in grades 1
through 6 how they felt about reading (e.g. How do you feel about spending free time
reading? How do you feel about going to a bookstore?). One student said "I'd rather play
video games than read." Another student stated "My friends make fun of me when I read and
I don't wanna get laughed at. So I do something else instead." The trend was clear.
Motivation to read had declined during the elementary years.
Now that motivation has been clarified, what about reading motivation? What are
some researched ways that teachers can motivate their students in the ever growing necessity
of literacy? In a 1997 study, Wigfield and Guthrie concluded that reading motivation is
multifaceted (Wigfield & Guthrie, 1997). It's no surprise that there are many aspects that
play a role in reading motivation because the literature has already proven that there are
many aspects that play a role in motivation in general.
Gambrell and her colleagues (Gambrell, Codling & Palmer, 1996; Gambrell, Palmer,
Coding & Mazzoni, 1996) also found that by the end of the elementary years, students do not
like to read. Children's declining motivation to read collaborates with their declining beliefs
in reading ability, which perhaps accounts, at least in part, for the declining interest in
reading with advancing age during elementary years continuing into secondary school
(Eccles, Wigfield, Harold, & Blumenfeld, 1993).
Students' personal feelings about their own levels of ability and general feelings of
self-efficacy are important to reading motivation. Bandura's research shows that students'
self efficacy incorporates their beliefs about their capabilities to participate in and succeed in
a learning situation (Bandura, 1986). Cole said that while positive beliefs may foster
7

learning, negative beliefs often block learning. However, if the educator is aware of these
beliefs, then they can be used to help students learn. The beliefs that affected the four case
study students' reading motivation involved self efficacy, attitude and values (Cole, 2002).
Cole further suggested that each reader held his or her own beliefs about reading; applied
specific and unique reasons and purposes for reading; and participated in varied, personal
affective reactions to reading and literature (Cole, 2002).
What can future educators and teachers of today do to motivate their students for
literacy activities? Research has shown that there are multitudes of activities and strategies to
motivate students to read and become involved with literacy activities. Teachers should offer
students a rich, literate environment in the classroom, provide an array of books on a variety
of topics, levels and genres necessary to capture student interests, and provide a wide variety
of reading experiences, such as silent sustained reading (SSR), buddy reading, choral reading,
teacher led small groups, story times, read alouds, etc. (Cole, 2002). Teachers should
introduce curiosity or suspense about reading; make abstract content more personal, concrete,
and familiar (make connections to real life); and project intensity and enthusiasm about
reading.
Out of the many journal articles and research articles, there were a few that really
stood out in terms of practicality and effectiveness. Kozminsky suggests a "dialogue page"
between teacher and student. Students are required to write a weekly dialogue to teachers
about something that went well for them that week and why, in addition to something that did
not go well for them and why. Students are encouraged to write about academic issues, but
they may also write about personal issues.
After students have written, the teacher reads the entries, responds using causal
attribution theory, and returns them to students. According to the causal attribution theory, in
situations of success and failure, people tend to analyze the causes that led to their failure or
8

success (Westen, 1999). The teacher encourages students to recognize why they did
something well that week and why they did not do well on something that week. Through
the teacher dialogue, the students are encouraged to recognize that they did well because they
studied, put forth effort, etc. If students realize that they have an internal locus of control, it
may help to motivate and encourage them for reading and writing activities and assignments
in the future. The change in motivation occurs when students learn to attribute their
achievements to their own educational efforts and to the appropriate application of learning
strategies they practice (Kozminsky, 2002).
In another article, the researcher found that a reader's theatre served to help motivate
students for reading and writing. In a reader's theatre, students rehearse a poem, joke, story,
script, speech or appropriate text until they can read it with fluency and expression and then
perform it for an audience (Worthy & Prater, 2002). This method encourages students to
read for fluency (rather than memorize) and expression so that meaning can be derived from
fluent, dramatic reading. The researchers encouraged teachers to use reader's theatre on a
regular basis so students have the opportunity to practice, perform successfully, and build self
confidence. Through these dramatic readings and performances, students may be motivated
to read more because they'll be practicing for the performance. Reader's theatre is also
helpful in that it provides another means of interpreting the content information in a story and
makes use of various learning styles.
Cooperative learning and peer tutoring are two more effective ways to motivate
students for literacy activities. Cooperative learning is simply grouping a small number of
students together to work together toward a common goal or problem. Peer tutoring occurs
when pairs of students work together to use the zone of proximal development to work
together towards a common goal or problem. Studies report that peer learning promotes
greater conceptual and procedural gains for students, accommodates a broad range of
9

learning styles, results in greater enjoyment of the learning task and encourages a stronger
persistence in learning (Johnson & Johnson, 1999).
Both cooperative learning and peer tutoring are important to motivation because both
strategies are led by students. In one study, students considered this shift of responsibility for
learning from teacher to student both the most effective and most challenging aspect of a peer
learning program-(Cooper, 2002). These strategies also encourage students to be persistent
and work through the problems. Cooperative learning techniques may enhance motivation
and encourage students to put more effort into their work and to persistently work through
setbacks or difficulties (Kagan, 1994). This type of grouping helps students to teach each
other, push each other to reach higher goals and encourage one another.
Studies have also found that literature discussion groups are effective in motivating
students because students are able to work together and students are required to verbalize
their thoughts and concerns about a story. When students are encouraged to say and defend
what they think - frankly and openly - in discussions with others, their responses grow
deeper, richer and more complex (Almasi, 1995). We have observed that when readers talk
together about books, their "socially" constructed meanings can represent the range of their
experiences, ideas, and backgrounds (Bakhtin, 1986). At a given time, the collaboration may
focus on different aspects of the story. For example, readers may work together to better
understand the story's plot, appreciate the author's craft, or wrestle with the messages or
themes that emerge from the book (Cianciolo, 1982). They also ask good questions, wonder
out loud, work together to make sense of the text, refer back to the text to support their
opinions, and share their personal connections to the book.
Since previous research has shown that literature discussion groups have proven to be
effective, this research project will take it a step further. This project will address the topic of
literature discussion groups on 2 levels: comprehension and motivation to read. Other
10

research does not go into depth about how and in what facets literature discussion groups
help students. This research project proposes to probe these areas to see if literature
discussion groups increase levels of student comprehension and motivation to read.
Schools that use these grouping strategies are taking a step in the right direction
because they are learning to work together with their peers and produce creative and
thoughtful solutions to problems. These students will grow up to be productive adults that
work with their peers to produce creative and thoughtful solutions to problems. Overall,
research has found that when students take responsibility and active roles in their learning,
they begin to understand how knowledge is learned, which is a good start toward ongoing
learning throughout life (Cooper, 2002).
To summarize the literature on reading motivation, research states that motivation to
read is high in the early elementary years, and then starts to decline. Reading motivation is
multifaceted, and there are many aspects that play a role in this kind of motivation.
Declining motivation may be due to declining beliefs in reading ability. Self efficacy is
important in reading motivation because if students believe that they are capable, they most
likely will reach their goals. Research suggests that teachers should offer their students rich
literate environments including silent sustained reading (SSR) time, buddy reading, and read
alouds. Other research encouraged a dialogue page between teacher and student, readers
theatre, cooperative learning groups, peer tutoring and literature discussion groups. Since
literature discussion groups have already been proven to be effective, this research project
will focus on literature discussion groups and their comprehension and motivational benefits.
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Chapter 3: Method
The participants that were involved with the study were second grade students at
Shoemaker Elementary School in Woodstown, New Jersey. The students were in an
inclusion classroom, which means that most of the students are general education students
and a smaller percentage of the students are special education students. All students were in
the same classroom and all were taught by a regular education teacher and a special
education teacher. Based on the Census 2000 data, the community consists of mostly
Caucasians and most people fall into middle class status.
The researcher took a random stratified sample of 6 students from the class to
participate in the discussion groups. First, it was important to assess the students' range of
abilities in the content area of reading, and assess the students' general income levels to
assure that the sample contained a representative sample of the students in the class. The
students' range of ability levels was important to assess before selecting the sample because
the group needed to contain students with a variety of reading levels. These can range from
high ability to average ability to lower ability. The students' general income level was
assessed because income level may play a role in the student's literacy development. For
example, in 1996, the United States Department of Education completed a study that reported
that 61% of low income families have no books at all in their homes for their children. On
average, low income children have far fewer literacy and language experiences at home than
their classmates. The average child growing up in a middle class family has been exposed to
1,000 to 7,000 hours of one-on-one picture book reading. The average child growing up in a
low income family has only been exposed to 25 hours of one-on-one reading (McQuillan,
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1998) In general, students that come from a home with a higher income level have more
literacy opportunities than students that come from a home with a lower income. It was also
important that the sample include both male and female subjects, preferably an equal amount
of each. Again, this was to assure that a representative sample of students was used in the
project.
After the researcher conducted a read aloud of the book Gooseberry Park by Cynthia
Rylant, the sample of students went to another room with the researcher to conduct the
discussion group. The students in the classroom, which will be referred to as the control
group, took the opportunity to work on any unfinished class work or homework at this time,
to ensure that the students involved with the discussion group weren't missing any
instructional time. The discussion group students, which will be referred to as the treatment
group, were asked various questions about the story giving them an opportunity to verbally
express their opinions. A variety of questions were asked, taking Blooms level of taxonomy
into account. Blooms taxonomy includes various levels of questioning, ranging from
knowledge, understanding, application, analysis, synthesis, and evaluation. The students
were asked to answer the questions in a round table discussion. The discussions were tape
recorded to ensure that the researcher accurately gathered all information presented at the
time. This discussion group was held for 15 minutes daily.
After two weeks of conducting the discussion group daily for 15 minutes, all the
students took a reading comprehension quiz on Gooseberry Park. The hypothesis was that
the students that were involved with the discussion groups would have better understanding
and comprehension of the story, as well as a higher level of motivation to read, than students
that were not involved with the discussion groups. The discussion groups ceased after the
two week period.
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The researcher also asked all students to keep track of their daily reading for a two
month period. The students wrote down the books that they read daily and the amount of
time that they spent reading that day. Students kept this reading log for the month of March
2004 and the month of April 2004. The discussion groups were conducted in the last week of
March and the first week of April.
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Chapter 4: Results
All data that was collected during the action research project is reported and
presented in this section. All students were required to take the comprehension quiz after the
read aloud of Gooseberry Park by Cynthia Rylant. The scores of the treatment and control
group (see Table 1) ranged from 80 to 100. The first 6 students listed on the table were the
treatment group and will be reported as so for the reminder of the data. The treatment group
average was 97 and the control group average was 93. The treatment group average was 4
points higher than the control group average.
Table 1

____

Comprehension Quiz Scores
for Gooseberry Park by Cynthia Rylant

1
2

Score
100
95

3
4
5
6

85
100
100
100

Student

7
8
9 _95
10 _100

80
100

11
12
13
14
15
16
17
18
19

100
90
85
85
95
90,
100
90
100

15

Average Score for
Treatment Group
97

Average Score for
Control Group
93

Table 2
Sentence Description Assessments
for Gooseberry Par by Cynthia Rylant
Score

Student
1
2

4
2

Average Score for
Treatment Group

3

3

3

4

3

5

3

6

3

7
8

2
2

9
10

3
4

11

12

3______________
_
3

13
14
15

2
3
2

16
17
18

2
4
3

19

4

Average Score for
Control Group
2.8

All students were required to write 1 sentence about 2 different characters in the
story, with a total of 2 sentences (see Table 2). Students were required to pick a character,
pick an adjective to describe that character, and tell why the adjective fit that character. This
was another form of assessment and was graded using a 4 point rubric system with 4 being
the highest and 1 being the lowest. Table 2 shows the results of all students on the sentence
description assessments. The average score for the treatment group was 3 and the average
score for the control group was 2.8. The treatment group average was .2 above the control
group average.
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Table 3
Number of Minutes Read for March
Student
1
2

Number of Minutes Read
780 ___Average
_Minutes
350 _

3
4
5

340
195
505

6

345

7
8
9
10
11
12
13
14
15
16
17
18

375
465
280
615
410
430
120
150
130
360
425_
320

19

505

Number of
Read-Treatment
420

__

Average Number of
Minutes Read-Control
353

__

Each student was also required to keep a reading log of the books that they had read
and how many minutes they read for the months of March and April. Table 3 shows all
students and how many minutes they read for the month of March. The average number of
minutes read for the treatment group was 420 and the average number of minutes read for the
control group was 353. The treatment group average number of minutes read was 67 minutes
above the treatment group average number of minutes read.
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Table 4
Number of Minutes Read for April
Number of Minutes Read
575

Student
1

410

3
4
5
6

360
220__
515
355

7
8
9
10
11
12
13
14
15
16
17
18
19

355
470
250
565
430
430
110
145

Average Number of

Minutes Read-Treatment

2

406

Average Number of
Read-Control
347

__Minutes

_130
380___
485
290
470

Table 4 shows the number of minutes that each student read for the month of April.
The average number of minutes read for the treatment group was 406 and the average
number of minutes read for the control group was 347. The treatment group average number
of minutes read was 59 minutes above the control group average number of minutes read.
Graph 1 combines all of this information and shows a comparison between the total number
of minutes read for March and April for each student.
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Next, the same information was used, but was broken down into male and female.
Table 5 shows the number of minutes read for the month of March for males and females.
The average number of minutes read for the male treatment group in March was 345, and the
average number of minutes read for the male control group in March was 283. The male
treatment group average number of minutes read for March was 62 minutes above the male
control group average number of minutes read for March. The average number of minutes
read for the female treatment group in March was 494, and the average number of minutes
read for the female control group in March was 435. The female treatment group average
number of minutes read for March was 59 minutes above the female control group average
number of minutes read for March.
Table 6 shows the number of minutes read for the month of April for males and
females. The average number of minutes read for the male treatment group in April was 375
and the average number of minutes read for the male control group in April was 289. The
male treatment group average number of minutes read for April was 86 minutes above the
male control group average number of minutes read for April. The average number of
minutes read for the female treatment group in April was 437 and the average number of
minutes read for the female control group in April was 415. The female treatment group in
April was 22 minutes above the female control group average number of minutes read for
April.
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Table 5

.

Male v. Female Minutes Read for
March

2
3
6

Male
Number of
Minutes Read
350
340
345

8
9
11
13
14
15
17

465
280
410
120
150
130
425

Student

Average Total Number of Minutes Read
I
in March for all Males
302 1

Student
Average Number of Minutes
Read for Treatment Group-Male
345
Average Number of Minutes
Read for Control Group-Male
283

1
4
5

7
10
12
16
18

19

Female
Number of Minutes
Read
780
195
505

Average Number of Minutes
Read for Treatment Group-Female
494
Average Number of Minutes
Read for Control Group-Female
435

375
615
430
360
320
505

Average Total Number of Minutes Read
in March for Females
454 1

I

-

Table 6_
Male v. Female Minutes Read for April
Female

Male

Number of Minutes
Student

Read

Average Number of Minutes

Student

Number of Minutes Read

1

575

Average Number of Minutes
Read for Treatment Group-

4

220

Female

2

410

3

360

6

355

375

5

515

437

8

470

Average Number of Minutes

7

355

9
11
13
14
15

250
430
110
145
130

Read for Control Group-Male
289

10
12
16
18

565
430
380
290
470

Average Number of Minutes
Read for Control GroupFemale
415

17

485

for Treatment Group-Male

_Read

_19

_

Average Total Number of Minutes

Average Total Number of Minutes

Read

Read

in March for all Males
315 |=423

in March for Females
|

Table 7 shows the average number of minutes that each student read per day for the
month of March. The average number of minutes read per day for the treatment group for
March was 20 minutes and the average number of minutes read per day for the control group
for March was 17 minutes. The treatment group averaged 3 more minutes of reading per day
than the control group.

Table 7

_

Average Minutes Read Per Day for March
Average Minutes Read
Per Day

Student

2

Average Minutes Read

36

1

for Treatment Group
20

_16

3
4
5

16
9
23

6

16

7
8

18
22

9
10

13
28

11 _
12

19__
20

13
14
15 _
16
17

6
7
6
17__
20

18
19

15
23

Average Minutes Read
for Control Group
17

_

23

Table 8
Average Minutes Read Per Day for April
Average Minutes Read

Student

Per Day
1

30

Average Minutes Read

2

21

3
4
5
6

19
12
27
19

for Treatment Group
22

7
8

19
25

Average Minutes Read
for Control Grup
19

9

13

10
11

29
22

12
13

22
6
8
7

14
15
16 _20
17

__

_

25

18 _15
19 _25

In the same way, Table 8 shows the average number of minutes that each student read
per day for the month of April. The average number of minutes read per day for the
treatment group for April was 22 minutes and the average number of minutes read per day for
the control group for April was 19 minutes. The treatment group averaged 3 more minutes
than the control group.
In addition to keeping track of the number of minutes read per day, students also had
to write down the titles of the books that they were reading. Table 9 shows a comparison of
the number of books that each student read for the months of March and April. For the
treatment group, 3 out of 6 students increased the amount of books that they read from March
to April. For the control group, 8 out of 13 students increased the amount of books that they

24

read from March to April. Graph 2 shows the number of books that each student read for
March, while Graph 3 shows the number of books that each student read for April. Graph 4
shows a comparison of the amount of books read for March and April for each student.
To summarize, the data that was collected showed that the treatment group students
scored slightly better than the control group on the comprehension quiz (average of 97
compared to average of 93) and on the sentence description assessment (average of 3
compared to average of 2.8). The treatment group also read more than the control group
when comparing the average minutes read for March and April. The treatment group
averaged 67 more minutes read in March than the control group and 59 more minutes read in
April than the control group. When comparing male and female data and treatment and
control data, the treatment group averaged more minutes read. For March, the male
treatment group averaged 62 more minutes than the control group and the female treatment
group averaged 59 more minutes than the control group. For April, the male treatment group
averaged 86 more minutes than the control group and the female treatment group averaged 22
more minutes than the control group. The treatment group.averaged 3 minutes higher than
the control group for both months when comparing the average number of minutes read per
day. Finally, the number of books read per month was charted and the researcher found that
3 out of 6 of the treatment group students increased the amount of books that they read over
the 2 month period, while 8 out of 13 of the control group students increased the amount of
books that they read over the 2 month period.
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Table 9
Number of Books Read in March Com ared to Number of Books Read in April

C\

Student
1
2
3
4

Number of Books Read in March
13
17
16
8

Number of Books Read in April
14
17
13
12

5

16

20

6
7
8
9

11
9
14
10

9
13
10
16

10
11
12
13
14
15
16

11
12
13
10
9
9
11

13
9
13
10
12
11
16

17
18
19

8
6
13

12
9
13

Graph 2
Number of Books Read March 2004
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Number of Books Read April 2004
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Comparison of Number of Books Read March and April 2004
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Chapter 5: Discussion
Overall, the study supported that the literature discussion groups help to motivate
certain students to read more.
In terms of the comprehension quiz, Table 1 shows that the treatment group average
was 97, and control group average was 93. Based on this assessment, the treatment group
average was 4 points higher than the control group, so the treatment group seemed to have a
slightly better comprehension than the students who were not exposed to the literature
discussion group. Since there was such a small numerical difference between the treatment
group average and the control group average, this was not a large enough difference to claim
that the discussion group was helpful.
In terms of the sentence description assessment (Table 2), which was graded using a
4 point rubric scale, the treatment group average was 3, while the control group average was
2.8. The treatment group averaged slightly higher than the control group. These small
increases in grades (the comprehension quiz and the sentence description assessment) seem
to support the hypothesis, and they support the idea that the literature discussion group had a
slightly better comprehension of the book.
When it comes to comparing the male and female data, it became obvious that the
females were more avid readers and seemed to be more motivated than the males (the male
average minutes read for the month of March was 302 compared to the female average of 454
and for the month of April the male average was 315 minutes compared to the female
average of 423). This information on Tables 5 and 6 seem to suggest that the females are
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more eager readers, are naturally more motivated, or are very interested in the reading
material because it was self-selected.
In further exploration, a comparison was made between the treatment group males
compared to the control group males (Tables 5 and 6). The treatment group males' average
for March was 345 minutes, while the control group males' average was 283 minutes, with a
difference of 62 minutes. The treatment group males' average for April was 375 minutes,
while the control group males' was 289 minutes with a difference of 86 minutes. This
information was very interesting because it seemed that the treatment group made significant
advances over the control group. This made me wonder about the males' performance on the
literature discussion groups, so I went back and listened to the tapes again. All 3 boys
seemed to be very involved at all times, while it was more difficult to get the girls to
participate at all times. Since it was such a small group, I tended to go around the circle and
have every student respond to the questions, which they did, but the boys always seemed to
have something extra to share or more questions to ask.
In doing further research on the previous gender related studies, I found that several
research studies conclude that boys dominate the classroom. They get more attention from
teachers and interact with them more than girls (French & French, 1984; Nairn, 1991, 1995;
Ohm, 1993; Ilatov, Shamai, Hertz-Lazarovitz, & Mayer-Young, 1998), while some other
research concluded that gender makes no real difference in the classroom (Warrall and
Tsama, 1987; De Voe, 1991; Jungwirth, 1991). Jungwirth concluded that the strategies used
in interactions between boys and their teachers differ from those used by girls in their
interaction with teachers. Consequently, more attention from teachers does not necessarily
imply attention in a positive sense.
Brophy's 1998 study found that teachers have more interactions with boys through
both discipline and instruction. Sadker (1986) also found that boys call out for the teacher's
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attention eight times more than girls do, and that teachers accept boys' unsolicited remarks as
contributions. When girls do the same, they are told to raise their hands.
According to Einarsson and Granstrom's 2002 study, boys have more frequent
interaction with their teacher during lessons. It was also evident from the same study that
female teachers initiate more interactions with boys than with girls. In the same way, boys
initiate generally more interaction with female teachers than girls do.
Yong and McIntyre (1992) confirmed that an informal classroom environment that
encouraged active learning and mobility appealed more to male students than to female
students. Jenkins (1991) and Pengiran-Jadid (1998) substantiated that girls' preferences were
significantly different from boys' preferences in the areas of motivation, persistence,
structure, authority orientation and kinesthetic modality. Boys also had stronger tendencies
to be peer oriented (Pengiran-Jadid, 1998). Honigsfeld and Dunn (2003) found that male
students tended to prefer more peer interaction rather than learning alone. This information
helps to explain why the boys that were involved with the literature discussion group seemed
to have a higher level of motivation and were motivated to read more.
Getting back to the results, a comparison was made for the female treatment group
and female control group. The female treatment group average for the month of March was
494 minutes compared to the female control group for the month of March was 435 with a
difference of 59 minutes. The female treatment group average for the month of April was
437, compared to the female control group average of 415 with a difference of 22 minutes.
Again, this information can be found on Tables 5 and 6.
This information told me that the female treatment group read more minutes and
therefore averaged higher than the control group. In this study, both male and female
students from the treatment group read more minutes than their control group classmates,
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suggesting that treatment group students were more motivated to read more than the control
group.
I also looked at the average minutes per day that each student read for the month of
March (Table 7) comparing the treatment and control groups. For March, the treatment
group average minutes read per day was 20 minutes, and the control group average minutes
per day was 17 minutes. The treatment group average was 3 minutes more than the control
group, which seems to support the idea that the literature discussion groups help to motivate
the students to read more. For the month of April (Table 8), the treatment group average was
22 minutes, while the control'group average was 19 minutes. This was a difference of 3
minutes, the same as the month of March. This, again, seems to support the idea that the
literature discussion groups help to motivate students to read more, but it did not increase
from the month of March to the month of April. It remained consistent between the two
months.
Students kept track of the amount of minutes that they read and what books they read
on a reading log sheet for March and April. There were 22 school days in the month of
March and 19.5 school days in the month of April. It's also important to consider that
students had 2

/2

days off for spring break and they also had standardized TerraNova tests for

a week. These factors may have effected the students' reading levels.
Tables 3 and 4 show the total amount of minutes spent reading for March and April.
In terms of the treatment group students, 5 out of the 6 students increased the amount of
minutes that they read from March to April (Student 1 read 780 minutes in March and 575
minutes in April, Student 2 read 350 minutes in March and 410 minutes in April, Student 3
read 340 minutes in March and 360 minutes in April, Student 4 read 195 minutes in March
and 220 minutes in April, Student 5 read 505 minutes in March and 515 minutes in April, and
Student 6 read 345 minutes in March and 355 minutes in April). A possibility for the one
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student that decreased her minutes from one month to the next could be that she went on
vacation and missed school for 4 consecutive days. This may have very well had an impact
on the amount of time that the student spent reading. She actually may have done the same
amount of reading or more at home however, she only kept track of the reading done in
school.
For the rest of the class in comparing the month of March to the month of April, 4
students increased the amount of minutes that they read, 7 students decreased the amount of
time that they read and 2 students stayed the same each month. Based on this information, it
seems to support the hypothesis that students that were involved in the literature discussion
group seemed to have a higher motivation to read more than students who were not in the
groups.
The students also kept track of the number of books that they read for March and
April on the same reading log sheet as mentioned before (see Table 9 and Graphs 2-4).
Students kept track of this information for themselves, so it might not be as reliable as if a
teacher or another adult kept track of the data. It also was not differentiated between the
levels of books read. Students read books that were on their reading level which ranged from
a

1st

grade reading level to a 4 th grade reading level, so some books were easier or harder than

others. It's difficult to compare an easy reader picture book to a chapter book. However, the
numbers were compared, and from the treatment group, 4 students read fewer books from
March to April, 1 student read the same amount of books each moth, and 2 students increased
the amount of books that they read from March to April. For the control group of students, 2
students read fewer books, 3 students read the same amount of books in both months, and 8
students increased the amount of books they read from March to April. It seems that students
who were involved with the discussion group increased their minutes reading, but did not
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increase the amount of books that they read. Perhaps this is because the students were more
deeply involved with the reading. This may be an area for future research.
As I was analyzing this data, there seemed to be a slight increase on all
comprehension tests for the treatment group. In most of the tests, students who were
involved with the literature discussion groups seemed to do slightly better in terms of
comprehension and slightly more reading. The male treatment group students seemed to do
well when involved with the literature discussion group and it seemed to motivate them to
read more pages than the male control group. In conclusion, based on all information
gathered in this study, the literature discussion groups seemed to improve comprehension of
the book and it helped to motivate students, especially the male students, to read more than
their control group counterparts.
As with all action research projects, there are some limitations of the study. First, the
study took place in one classroom in a relatively small school (approximately 400 students).
The school is located in a rural community, the predominant ethnicity of most students is
Caucasian, and most students fell into a middle class category. The study only included a
small sample size, and was only conducted for a period of 2 weeks. Since these factors are so
limiting, the study would not be able to be generalized to the entire elementary school
community, and future studies would have to take these factors into consideration when
designing the procedures and methods.
Another limitation may be that some students may get upset that they got selected to
participate in the discussion groups and didn't want.to participate. On the other hand, some
students may get upset that they did not get selected to participate in the study when they
were ready and willing to participate. It seemed more that the girls were starting to get bored
with the discussion group as time went on. It is inconclusive as to why the girls began to get
bored, but this may have had a positive or negative effect on the students participating in the
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study and it may have changed their point of view of the discussion group. If the group had
consisted of all females, I wonder if it would have made a difference in their participation.
Also, each child's performance may be affected by home life and family life. This
factor may play a huge role in how the students respond to the study. Another limitation
could be teacher enthusiasm or lack of and this may change how students feel about
participating in the action research study. If students see that the teacher is excited about the
discussion groups, then the students would most likely be excited about it too and vice versa.
If students who are in the discussion groups are required to be separated from the rest of the
class to participate in the conversations, they may feel different and separate from their
classmates.
I think it's also important to keep in mind that students kept track of their own
reading log sheets. They wrote down the titles of the books that they read and how long they
read each day. They could have stretched the truth a bit and this information could have been
more reliable if the researcher or another adult helped to record the information.
The reading logs and discussion group information was collected in approximately a
2 month period. This isn't enough time to get a full and accurate picture of whether or not
the discussion groups were helpful. If it could have been tracked over a longer period of
time, maybe there would be a clear distinction of whether or not the group was helpful.
There was no way to measure the difficulty of the books that each student read. I
asked the students to write down which books they read and how long they read them, but
there really was not a way to rate the books on a difficulty level and incorporate it into the
research.
The time period that the students kept their reading logs and the literature discussion
groups might not have been the best time of the year. March seemed to be a good month
because there weren't many holidays or distractions, but in April, students had off2 /2 days
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for spring break and a week's worth of standardized tests. These could have been major
obstacles in terms of reading because they didn't spend as much time in school and during
the testing week, they had to focus on the tests. The weather also got very warm in April,
causing the students to have a little bit of"spring fever." When it began to get warmer
outside, I noticed that students could not focus on their work as easily as before. All of these
factors have to be taken into consideration as the results are being interpreted and these
factors significantly limit this action research project.
There are a few suggestions that I would offer for future research. The researcher
could use a bigger sample size than was used in this research project and involve more
classrooms if possible. The researcher could also seek out various ethnicities to get more of a
representative sample of the students of the United States. The researcher could figure out a
way to measure the difficulty level of the books and take the difficulty levels into
consideration when analyzing the reading logs.
It would also be important to try the literature discussion groups for a longer period
of time to see if the discussions really made a difference. It would be important to keep track
of the minutes and titles of books that the students read in a more reliable manner as well.
For example, the researcher or another adult could assist in keeping track of this information.
Another time period during the school year might help students to be more attentive to the
discussion groups.
It would also be interesting to see if a homogeneous grouping of males or females
was effective in literature discussion groups. Since the females seemed to be getting bored
with the group, it might help if there was strictly a group of females working together. It
would also be interesting to see if there was a homogeneous group of males and if this made
a big difference in the reading levels and motivation levels. It might be beneficial to
complete a study where all reading was taken into account, both at home and at school.
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